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ABSTRACT 

The study identified the level of competencies and the extent of professional development needs of 
kindergarten teachers in the Sultan Kudarat Division, during the school year 2019 - 2020. The study employed a 
descriptive method. The study involved 54 kindergarten teachers in the division in accomplishing the 12-item 
self-assessment instrument. Data were analyzed using descriptive statistics. The results revealed that kindergarten 
teachers have a high level of competencies in content knowledge and pedagogy, learning environment and 
diversity of learners, curriculum and planning, and assessment and reporting. These indicate that they possess 
almost all of the competencies of efficient teachers. Results further revealed a very high extent of professional 
needs in content knowledge and pedagogy and the learning environment and diversity of learners, while they had 
a high extent of professional needs in the remaining domains. Since they reported very high priorities in content 
knowledge and pedagogy and the learning environment and diversity of learners, these areas would be the main 
considerations in the crafting of a professional development plan. 
Keywords: Competencies, professional development needs, kindergarten teachers 


1. INTRODUCTION 


Efficient teaching requires the necessary competencies. These are important in ensuring the 
achievement of educational goals. Competencies are the standards in determining whether an employee has skills 
in performing their tasks relevant to the job. Competencies are necessary for teachers. Improving their 
competencies means improving the quality of teaching and learning. Consequently, teachers need professional 
development to enhance their competencies in the teaching profession. The competencies of teachers are 
important in determining the success of the teaching and learning process. Zamri et al. (2019) described 
competencies as a set of standards necessary for teachers to master various educational proficiencies to achieve 
current educational needs. Teachers’ competencies relate to their values, behavior, communication, aims, and 
practices, as well as support professional development and curricular studies. This shows that teachers’ 
competencies for the improvement of the teaching-learning process in school are of great importance (Selvi, 
2016). Hence, enhancing the competencies of teachers requires professional development. 

One consistent finding in educational research is that improvements in education rarely take place in 
the absence of professional development (Guskey, 2013). Professional development is the key to meeting today’s 
educational challenges. Accordingly, the participation of teachers in professional development activities 
remarkably manifested positive effects on teachers’ beliefs and practices, students’ performance in learning, and 
on educational improvement. Professional development is the center of lifelong learning and has a huge impact 
on teaching practice and achieving students’ needs (Tanang & Abu, 2014). Kindergarten teachers are among the 
groups that influence the education of children. They are the ones who deal with kindergarten learners in their 
formative years. They spend long periods with these children, and thus, they may have a positive or negative 
influence on the character of children (Board on Children, Youth, and Families, 2015). The quality of this 
formative phase depends largely on the quality of teachers. Therefore, by engaging in various professional 
development activities, this greatly enhances the competence of kindergarten teachers. 

In the municipality of President Quirino and Lambayong, Sultan Kudarat Division, seven training were 
conducted for kindergarten teachers in the past three years. However, in some of these training, not all 
kindergarten teachers have attended. Only selected and qualified kindergarten teachers were allowed to attend. 
Only three teachers from the President Quirino Municipality and three from the Municipality of Lambayong 
were advised to participate. There was very limited training provided to kindergarten teachers in these two 
municipalities, and most of them are not graduates of early childhood education. Also, local-based providers of 
CPD in these two municipalities are few, since training in these two municipalities is at the division level. Further, 
considering the number of kindergarten teachers in the division, not all kindergarten teachers are allowed to 
participate. Accommodating all kindergarten teachers in the division could cause a shortage of budget, in the 
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way that the division could spend a lot of its financial resources, as the division needs to provide housing to the 
participants of the training. They could also spend much time as they need to travel from their respected stations 
to the venue. The researcher focused on kindergarten because she is one of the kindergarten teachers in one of 
the locales of the study. As a kindergarten teacher for almost seven years, the researcher has the first-hand 
experience of having limited training. The average individual performance commitment and review (IPCR) 
rating of kindergarten teachers in President Quirino and Lambayong is 3.881, with an adjectival rating of very 
satisfactory. However, this rating cannot be a gauge that teachers are competent enough in teaching and handling 
their students. Further, despite the studies conducted on professional development for kindergarten teachers, 
there are no studies conducted aligning professional development of these teachers to their needs and perceived 
level of competencies. 

Aligning the training provided to kindergarten teachers with their professional and competency needs 
is vital to ensuring effectiveness in teaching children that can be accounted for by their professional growth. 
Allan (2008) suggested that interactive professional development training programs are needed to provide 
opportunities for on-going monitoring and feedback of observed instructional practice to improve instructional 
practice in teaching. It was also recommended that division kindergarten coordinator and elementary principals 
are to provide professional development opportunities and training designed to direct kindergarten teachers to 
integrate the teaching of personal and social skills while teaching content area skills in the academic arena (Ho, 
n.d.). The categorization of the teaching staff according to individuals’ professional desires can serve as a vital 
tool to help administrators analyze teachers’ courses of professional development and could be used to design 
professional development programs that will match the needs of teachers (Avidov-Ungar, 2018). 

The study determined the level of competencies and professional development needs of kindergarten 
teachers of the municipality of President Quirino and Lambayong, Sultan Kudarat Division in the school year 
2019-2020, on the following domains: content knowledge and pedagogy, learning environment and diversity of 
learners, curriculum and planning, and assessment and reporting. This study provided research-based information 
to the selected school heads and other concerned officials in the division. It generated knowledge that can be 
made the basis for designing training at the district level. This was to ensure that the training to be conducted to 
kindergarten teachers are responsive to their needs and competencies. 


2. METHODOLOGY 


This study utilized descriptive research in identifying the competencies and professional development 
needs of 54 kindergarten teachers. The study was conducted at President Quirino and Lamabyong Elementary 
Schools, Sultan Kudarat Division. It involved kindergarten teachers and the substitute teachers in which 27 came 
from President Quirino, while the other 27 came from the Lambayong. These teachers were graduates of 
Bachelor in Elementary Education, and they have earned units in early childhood education. The study made use 
of the self-assessment tool intended for teachers I, II, and III. This was developed by the Department of 
Education — Bureau of Human Resource and Organizational Development (2017). It has12 indicators adapted 
from the Philippine Professional Standards for Teachers (PPST) developed by Philippine National Research 
Center for Teacher Quality (2017). Specifically, these indicators represented the teacher standard domains such 
as the content knowledge and pedagogy, another three items on the learning environment and diversity of 
learners, three items on curriculum and planning, and three items on assessment and reporting. This 12-item tool 
underwent a process of validation. In each item, the teachers evaluated themselves twice. The first column 
identified the level of their competencies while the second column determined their professional needs. The mean 
and standard deviation were used in determining the competencies and professional needs of kindergarten 
teachers. 


3. RESULTS AND DISCUSSION 


3.1 Competency in Content Knowledge and Pedagogy 

Kindergarten teachers are expected to be competent in content knowledge and pedagogy. The content 
knowledge refers to different areas of the early childhood education curriculum. Also, this is the ability of the 
kindergarten teachers to apply developmentally appropriate and meaningful pedagogy grounded on content 
knowledge and current research. This includes their proficiency in the mother tongue, the Filipino, and English 
languages in teaching and learning within the curriculum. It also takes into account the skills in communication, 
teaching strategies, and technologies that promote high-quality learning outcomes. Table 1 presents the 
competency level of kindergarten teachers in content knowledge and pedagogy. The overall results show a high 
level of competency that indicated they possessed most of the competencies of efficient teachers in content 
knowledge and pedagogy. Indicator 1 on applying knowledge of content within and across curriculum teaching 
areas has the highest mean and is described as a high level of competency. Still on a high level of competency is 
indicator 2 on using a range of teaching strategies that enhance learner achievement in literacy and numeracy 
skills. However, applying a range of teaching strategies that develop critical and creative thinking, as well as 
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higher-ordered thinking skills, got the lowest mean which indicates a moderate level of competency. Moreover, 
the frequency of the responses of the participants in the 3 indicators is almost the same and not widely spread. 
This means that most of them have the same level of competency in the 3 indicators. 


Table 1. Competency of Kindergarten Teachers in Content Knowledge and Pedagogy 








Indicators Mean SD Qualitative 
Description 
1. Applied knowledge of content within and across curriculum 3.66 0.51 High 


teaching areas. 


2. Used a range of teaching strategies that enhance learner 3.40 0.49 High 
achievement in literacy and numeracy skills. 


3. Applied a range of teaching strategies to develop critical and 3.39) 0.48 Moderate 
creative thinking, as well as other higher-order thinking skills. 





Overall 3.47 0.39 High 





The results imply that the participants are knowledgeable about what to teach and how to teach it, and 
they also have acquired a reasonable extent of knowledge on the content standards of the curriculum. This means 
that they can demonstrate a range of suitable and appropriate pedagogies depending on the content to be delivered 
to learners. This also means that the participants model exemplary practice in improving the applications of 
content knowledge within and cross-curriculum teaching areas. Moreover, they are exemplary in using classroom 
strategies that support learner understanding, participation, engagement, and achievement in different learning 
contexts. These may be attributed to years of experience, continuing professional development, LAC sessions, 
and mentoring in the workplace. 

Further, the results of the study show that continuing professional development could be a contributor to 
enhancing the competencies of teachers, especially in the aspect of content knowledge and pedagogy competency. 
This affirmation supports the claims of Zhang et al. (2015), who said that the competence of teachers in content 
knowledge and pedagogy was ascribed from teachers' development and professional training. They said that 
improving teachers’ content knowledge through professional development is necessary. The same affirmation was 
drawn in the study conducted by Lucenario et al. (2016). The LAC is an example of school-based professional 
development that could also contribute to the improvement of teachers’ teaching practice, as well as teachers’ 
competence in content knowledge and pedagogy. This observation supports the claim of DepEd (2016) in DepEd 
Order 35 series of 2016, stating that LAC is one of the professional development programs that develop the 
potentials teachers in the department. Mentoring in the workplace plays significantly in developing teachers’ 
competence in content knowledge and pedagogy as manifested in collaborating, interacting, and sharing 
experiences. This realization is parallel to the findings of Lee (2011), which stated that coaching or mentoring and 
collaborating with other teachers can greatly enhance teachers’ pedagogical content knowledge. This claim is also 
supported by the notion of Lucenario et al. (2016) and Evens et al. (2015) which stated that sharing ideas and 
expertise with colleagues could develop teachers’ competence. 

3.2 Competency in Learning Environment and Diversity of Learners 

Kindergarten teachers are expected to possess the competency in the learning environment and diversity 
of learners. Possessing this competency, kindergarten teachers can influence good learning. This competency 
focuses on the role of teachers in providing a safe, secure, fair, and supportive learning environment that promotes 
learner responsibility and achievement. It also emphasizes the main role of teachers in making learning 
environments that are open to learner diversity. The main concern of this competency is to create an environment 
which is learning-focused, in which teachers can manage learner behavior efficiently in physical and virtual space, 
and it gives importance on the knowledge and understanding of teachers, as well as the respect in the different 
characteristics and experiences of the learners as the basis in the planning and designing of learning opportunities. 
It also centers on teachers’ needs in utilizing a range of resources. It focuses on providing intellectually 
challenging and stimulating activities that encourage constructive classroom interactions for higher standards of 
learning. It also encourages differentiated teaching practices for learners to be successful citizens. 


Table 2. Competency of Kindergarten Teachers in Learning Environment and Diversity of Learners 








Indicators Mean SD Qualitative 
Description 
1. Managed classroom structure to engage learners, individually or 3.42 0.53 High 


in groups, in meaningful exploration, discovery, and hands-on 
activities within a range of physical learning environments. 
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2.Used differentiated, developmentally appropriate learning 3.40 0.49 High 
experiences to address learners’ gender, needs, strengths, 
interests, and experiences. 





3. Managed leaner behavior constructively by applying positive and 3.38 0.52 Moderate 
non-violent discipline to ensure learning-focused environments. 
Overall 3.40 0.43 High 





Table 2 shows the competency level of kindergarten teachers in the learning environment and the 
diversity of learners. Generally, the level of the competency of kindergarten teachers in the learning environment 
and diversity of learners is high. This signifies that the teachers possessed most of the competencies of efficient 
teachers. In the three indicators: managing classroom structure to engage learners in individual or group hands- 
on activities with a meaningful exploration and discovery within a range of physical learning environments has 
the highest mean. This indicates a high level of competency. The level of competency of the participants in the 
second indicator on using differentiated, developmentally appropriate learning experiences in addressing learners’ 
gender, needs, strengths, interests, and experiences is still ranged in a high level of competency. However, 
managing learners’ behavior constructively through the application of positive and non-violent discipline in 
ensuring a learning-focused environment is at a moderate level. This would mean they possessed some of the 
competencies of efficient teachers. Besides, the frequency of responses of participants in the three indicators is 
almost the same and not widely dispersed. This infers that most participants have the same level of competency- 
based on these indicators. The competency results imply that these participants are well acquainted with how to 
manage their classroom and their learners. They are well-oriented that classroom should be child-friendly and 
must be organized properly to encourage learners to learn. They are also abreast of the different teaching strategies 
that can cater to individual differences, and they can address the different learning styles of their learners to ensure 
meaningful teaching and learning process. These may be due to the training and seminars attended by them and 
the benchmarking from the classrooms of other schools. 

The study holds the implication that training and seminars attended by kindergarten teachers could 
enhance their teaching strategies and skills and could cater to the individual needs of their learners. This assertion 
supports the ideas of Tanang and Abu (2014), who said that effective training and seminars improve the quality 
of teachers’ teaching practice. Also, through training and seminars, teachers' skills in addressing their students’ 
needs by integrating technology in the classroom can encourage classroom interaction. This observation supports 
the statement of Amirul et al. (2013), which stated that integrating technology is important in meeting students’ 
current needs as teachers’ way of teaching and students’ way of learning. Learning is constantly changing; 
integrating technology in the learning environment means that the environment was planned, designed, and well- 
constructed. Likewise, this assertion is parallel to the findings of Ozerem and Akkoyunlu (2015), who found that 
teachers who engage in training are geared with guidelines needed in preparing lesson contents that are suitable 
to students’ learning styles. The learning environment is designed according to students’ learning styles. 

Additionally, learning environments should be designed according to students’ learning styles. That is 
why benchmarking is essential in improving kindergarten teachers’ abilities in designing classrooms suited to 
kindergarten learners. This claim supports the notion of Margarita and Ancheita (2005) which stated that it is 
important for the teachers to actively participate in the classroom design process, they should also visit other 
classrooms and interview co-teachers, staff as well as parents to obtain more knowledge for the development of 
classroom structures and facilities. Likewise, this assertion supports the claim of Jelas (2010), which stated that 
in a meaningful teaching and learning environment, teachers should consult or collaborate. It further supports the 
claim that kindergarten coordinators should frequently visit kindergarten classrooms to ensure students’ 
participation, involvement, and understanding and, more importantly, to offer support to teachers who lack 
competencies required to improve learning situations and classroom environment (Malik et a., 2018). 

3.3 Competency in Curriculum and Planning 

The competency in curriculum and planning is necessary for kindergarten teachers. Having this 
competency, they can become efficient teachers. This competency addresses the national and local requirements 
of the knowledge and interaction of kindergarten teachers. It focuses on teachers’ ability to translate curriculum 
content into learning activities based on the principles of effective teaching and learning suited to the learners. 
Kindergarten teachers are expected to apply their professional knowledge in planning and designing well- 
structured and sequenced lessons, individually or in collaboration with other teachers. Lessons are sequenced, and 
learning programs that are related are contextually relevant, responsive to learners’ needs, and incorporated in a 
range of teaching and learning resources. In this competency, kindergarten teachers are expected to communicate 
learning goals to support the participation, understanding, and achievement of the learners. 

Table 3 illustrates the level of competency of kindergarten teachers in curriculum and planning. Looking 
at the overall mean, the level of competency of the participants in curriculum and planning is high. It reveals that 
these teachers possessed most of the competencies of efficient teachers. Looking at the results of the three 
indicators, participating in collegial discussions that use teacher and learner feedback in enriching teaching 
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practice has the highest mean, which entails a high level of competency. This indicated that they possessed most 
of the competencies of efficient teachers. On the other hand, their level of competency in planning, managing, 
and implementing developmentally sequenced teaching and learning processes to meet curriculum requirements 
has the lowest mean with a moderate competency level. The level of competency in selecting, developing, 
organizing, and using appropriate teaching and learning resources, including ICT, in addressing learning goals 
has a moderate level. These results point out that in these two competency indicators, they possessed some of the 
competencies of efficient teachers. 
Table 3. Competency of Kindergarten Teachers in Curriculum and Planning 








Indicators Mean SD Qualitative 
Description 

1. Participated in collegial discussions that use teacher and learner 3.64 0.78 High 

feedback to enrich teaching practice. 

2. Selected, developed, organized, and used appropriate teaching 3.35 0.70 Moderate 

and learning resources, including ICT, to address learning goals. 

3. Planned, managed, and implemented developmentally sequenced 3.31 0.46 Moderate 


teaching and learning processes to meet curriculum requirements 
and varied teaching contexts. 
Overall 3.43 0.43 High 








Furthermore, looking at the scores of the competency indicators, the answers of kindergarten teachers in 
planning, managing and implementing developmentally sequenced teaching and learning processes to meet 
curriculum requirements are not widely dispersed compared to their scores in selecting, developing, organizing 
and using appropriate teaching and learning resources, which includes ICT, in addressing learning goals, and in 
participating in collegial discussions using teacher and learner feedback in enriching teaching practice. This draws 
an implication that the level of competency of kindergarten teachers in planning, managing and implementing 
developmentally sequenced teaching and learning processes are approximately similar. Most kindergarten 
teachers have a moderate level of competency in this competency indicator. The results imply that these 
participants are proficient in translating curriculum content into learning activities suitable for kindergarten 
learners. They have attained the knowledge and skills in planning, structuring, and sequencing lessons. These may 
be due to their involvement in curriculum development and sequencing, planning, teaching, and learning 
processes. Also, their engagement in conferences and years of experience may have enhanced their teaching 
practice. The result of the study points to the fact that kindergarten teachers are expected to participate and apply 
their professional knowledge in planning and designing curriculum, and well-structured and properly sequenced 
lessons appropriate to their learners. This supports the claim of Chaudhary (2015), which said that it is a must to 
involve teachers in curriculum planning and development for them to implement it well and modify according to 
the needs of learners. 

Through active engagement of the participants in conferences, they are proficient in translating 
curriculum content into learning activities for kindergarten learners. This assertion supports the ideas of Patankar 
and Jadhav (2013), who said that teachers as curriculum developers, should attend seminars, panel discussions, 
orientation programs, and workshops. They should take relevant programs for professional development. This 
assertion further conforms to the findings of Ghavifekr and Rosdy (2015) which found that professional 
development training programs for teachers to enhance quality teaching and learning. Further, great teaching 
experience could harness kindergarten teachers’ effectiveness in translating curriculum content into teaching 
activities suitable to kindergarten learners. This affirms the findings of Nghihalwa (2018), which stated that 
experienced teachers have the necessary skills and knowledge that should be integrated into the curriculum. 

3.4 Competency in Assessment and Reporting 

The competency in assessment and reporting is essential for kindergarten teachers. With this competency, 
kindergarten teachers would become productive teachers. This competency is with the use of assessment data in 
different forms in informing and enhancing the teaching and learning process and programs. Teachers are expected 
to provide learners with necessary feedback about learning outcomes. This feedback notifies the reporting circle 
and allows teachers to select, organize, and use sound assessment processes. Table 4 presents the level of 
competency of kindergarten teachers in assessment and reporting. 


Table 4. Competency of Kindergarten Teachers in Assessment and Reporting 








Indicators Mean SD Qualitative 
Description 
1. Communicate promptly and learners’ needs, progress, and 4.11 0.79 High 
achievement to key stakeholders, including parents/guardians. 
2. Monitored and evaluated learner progress and achievement using 3.70 0.53 High 


learner attainment data. 
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3. Designed, selected, organized, and used diagnostic, formative, 3.48 0.50 High 
and summative assessment strategies consistent with curriculum 
requirements. 
Overall 3.76 0.39 High 





Their overall level of competency in this indicator is high, which indicates that these teachers possessed 
most of the competencies of efficient teachers. Comparing the means of the three competency indicators, 
communicating promptly and the needs, progress, and achievement of learners to the stakeholders and parents or 
guardians has the highest. It is followed by monitoring and evaluating learner progress and achievement using 
learner attainment data. These indicators have a high level of competency. Whereas, the competency level of 
kindergarten teachers in designing, selecting, organizing, and using diagnostic formative and summative 
assessment strategies consistent with curriculum requirements has the lowest. Even so, it is still within the high 
level of competency category, signifying that these teachers possessed most of the competencies of efficient 
teachers. 

By looking at the frequency of the responses of the participants in communicating promptly and learners’ 
needs, progress, and achievement to key stakeholders, including parents/guardians are widely spread compared to 
the other competency indicators. The level of the competency of kindergarten teachers in communicating 
promptly and the needs, progress, and achievement of learners to the stakeholders, and parents or guardians are 
not similar. Most of these teachers have a high level of competence in this competency indicator. The results 
imply that the participants are equipped with different assessment tools and strategies to assess their learners 
evenly. They are knowledgeable and experienced in giving feedback to their learners, stakeholders, and parents. 
These may be associated with what they have learned in college during their pre-service teaching experiences, the 
length of their teaching experience, training, and mentoring in the workplace. The study holds the implication that 
the length of their teaching experience, pre-service teaching experience, and education could heighten 
participants’ competence in designing, selecting, and organizing assessment strategies are in accordance to the 
curriculum requirements, and monitoring and evaluating learners’ progress and achievement. This assertion 
supports the claim of Mertler (2003), who said that teachers’ assessment skills are best learned from the classroom 
experience. Also, this supports the ideas of Sawari (2014), who said that what teachers learned from training and 
pre-service education about assessment must be put into practice to get real experiences and assess what is the 
effective and ineffective assessment. 

Training increases kindergarten teachers’ competence, knowledge, and skills in assessing and monitoring 
students and in communicating students’ progress, achievements, and needs to their parents and the stakeholders. 
This affirmation is parallel to the findings of Tagele and Bedilu (2018), who found that it is essential to improve 
teachers’ assessment literacy through professional development training and programs. There should be a great 
emphasis on teachers’ continuous professional development activities. Further, kindergarten learners are assessed 
by teachers by observing their performance in class through a checklist. Kindergarten teachers should be trained 
well on how to use the checklist to achieve fair and reliable results in assessing their students. This assertion 
supports the findings of Nicholas (2015), who claimed that teachers did not judge their students evenly because 
they have different beliefs in their students’ abilities. Lastly, mentoring in the workplace could also be one of the 
contributors to the participants’ competence in assessment and reporting. Experienced teachers could share what 
they have learned through the years of teaching and their practices in assessing their students and in giving 
feedback to parents as well as to the stakeholders. This affirmation supports the claim of Tanang and Abu (2014), 
who said that on-going mentoring and support to teachers should be considered to improve the quality of teaching. 
3.5 Professional Development Needs in Content Knowledge and Pedagogy 

The means and standard deviations of the professional development need indicators of kindergarten 
teachers in content knowledge and pedagogy were analyzed and compared to describe the extent of their 
professional development needs. The results are presented in Table 5. The questionnaire measured the extent of 
the professional development needs of kindergarten teachers in content knowledge and pedagogy based on the 
participant’s self-assessment. Generally, the extent of the professional development needs of participants in 
content knowledge and pedagogy is very high indicating that the participants have a high priority for intensive 
and extensive continuing professional development. The result reveals that among the three professional 
development needs indicators to develop critical and creative thinking, as well as other higher-order thinking 
skills, earned the highest response with a very high extent of need. Still, with a very high extent is using a range 
of teaching strategies that enhance learner achievement in literacy and numeracy skills. Applying knowledge of 
content within and across curriculum teaching areas has the lowest response with a very high extent of professional 
development needs, suggesting that kindergarten teachers have a high priority for intensive and extensive 
continuing professional development. As observed, their scores in the three professional development need 
indicators, the answers of kindergarten teachers in applying a range of teaching strategies to develop critical and 
creative thinking, as well as other higher-order thinking skills are not widely dispersed compared to the other two 
professional development need indicators. The results draw an implication that the participants yearn to develop 
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their competency in content knowledge and pedagogy. They want to advance their mastery of content knowledge 
and its interconnectedness within and across curriculum areas, and critically understand theories and principles of 
teaching and learning and how to apply those. Further, the result implies that the participants needed professional 
development in applying a range of teaching strategies to develop critical and creative thinking, as well as in other 
higher-order thinking skills than the other two professional development need indicators. 


Table 5. Professional Development Needs of Kindergarten Teachers in Content Knowledge and Pedagogy 











Indicators Mean SD Qualitative 
Description 

Applied a range of teaching strategies to develop critical and 4.72 0.45 Very High 

creative thinking, as well as other higher-order thinking skills. 

Used a range of teaching strategies that enhance learner 4.66 0.54 Very High 

achievement in literacy and numeracy skills. 

Applied knowledge of content within and across curriculum 4.55 0.53 Very High 

teaching areas. 

Overall 4.64 0.39 Very High 





But, still, they have a high priority for intensive and extensive continuing professional development in 
the other two professional development need indicators. Furthermore, the result of the frequency of their responses 
draws an implication that the majority of the participants have a high priority for intensive and extensive 
continuing professional development in applying a range of teaching strategies to develop critical and creative 
thinking, as well as other higher-order thinking skills. This may be due to the participants’ competency level in 
this indicator is moderate. The result of the study holds an implication that the participants highly needed 
professional development to enhance their competence in applying different teaching strategies to develop critical 
and creative thinking and higher-order thinking skills of their students. This assertion is parallel to the findings of 
Ajani et al. (2018), who said that due to teachers’ active participation in professional development programs, 
teachers’ skills in the delivery of educational instruction enhanced. Their teaching practices are effectively 
developed. They become more efficient in using varied teaching approaches in their lessons that promote effective 
learning and greater academic performance of learners. Further, this research supports the findings of Zaidi et al. 
(2018), who found that continuous professional development plays a significant role in increasing teachers 
teaching practices and varied teaching strategies that encourage meaningful teaching and learning. Other than that, 
the result of the study is comparable with the findings by Opfer and Pedder (2011). They claimed that it is essential 
to enhance teachers’ content knowledge and classroom practices through professional development. 

Furthermore, their overall professional development needs indicators result implies that these 
participants desire to engage in professional development in content knowledge and pedagogy as they highly 
needed it. This may be because they believe that there is a need to develop in their expertise in content knowledge 
and pedagogy and enhance their delivery of instruction to promote the high quality of learning outcomes. This 
realization supports the findings of Elliot (2019), Rahman et al. (2011), who said that teachers must get involved 
in continuing professional development focusing on pedagogical knowledge and content knowledge for them to 
enhance their skills in selecting and using appropriate teaching strategies for effective teaching and learning. 
Teachers who attended professional development training performed significantly better. Likewise, this supports 
the claim of Sagir (2014), who said that increased knowledge, due to rapid changes and transformations, teachers 
feel the need for continuous professional development. 

Also, trainers should be skilled, have mastery of the content, and pedagogy to meet and address the 
development needs of the teachers. As one of the kindergarten teachers, the researcher observed that in some 
training and seminars she had attended, some of the trainers and speakers were not that experts the topics discussed 
in the said training and seminars. They are just trained for how many days to train other kindergarten teachers in 
a limited period. This realization supports the ideas of Shendy et al. (2017), who said that professional 
development program trainers should be those subject matter experts, to completely impart knowledge for teachers 
to grasp a deeper understanding and have enriching learning experiences. 

3.6 Professional Development Needs on Learning Environment and Diversity of learners 

To describe the extent of the professional development needs of kindergarten teachers in the learning 
environment and diversity of learners, the means and standard deviations of the three competency indicators were 
analyzed and compared. The results are presented in Table 6. Altogether, the extent of the need for professional 
development in the learning environment and diversity of learners is very high. This infers that they have a high 
priority for intensive and extensive continuing professional development in the learning environment and diversity 
of learners. 

Table 6. Professional Development Needs of Kindergarten Teachers in Learning Environment and Diversity of 
Learners 
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Indicators Mean SD Qualitative 
Description 
1. Managed learner behavior constructively by applying 4.74 0.44 Very High 


positive and non-violent discipline to ensure learning- 
focused environments. 
2. Managed classroom structure to engage learners, 4.72 0.49 Very High 
individually or in groups, in meaningful exploration, 
discovery, and hands-on activities within a range of physical 
learning environments. 
3. Used differentiated, developmentally appropriate learning 4.66 47 Very High 
experiences to address learners’ gender, needs, strengths, 
interests, and experiences. 
Overall 4.70 39 Very High 








Looking closer, the result shows that the extent of their professional development needs in managing 
learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused 
environments garnered the highest response with a very high extent of professional needs. Followed by managing 
classroom structure in engaging learners, individually or in groups, in meaningful exploration, discover, and 
hands-on activities within a range of physical learning environments, also with a very high extent of professional 
needs. The extent their professional development needs in using differentiated, developmentally appropriate 
learning experiences to address learners’ gender, needs, strengths, interests, and experiences earned the lowest 
response but still a very high extent, which suggests a high priority for intensive and extensive continuing 
professional development. The frequency responses in managing classroom structure in engaging learners, 
individually or in groups, in meaningful exploration, discover, and hands-on activities within a range of physical 
learning environments, and using differentiated, developmentally appropriate learning experiences to address 
learners’ gender, needs, strengths, interests, and experiences are similar. This infers that their extents of needs for 
professional development in these domains are in the same extent. 

The result simply shows that these participants highly wanted their teaching practices, skills, and 
knowledge in the learning environment and diversity of learners to be developed. Possibly, there is a need to 
enhance their efficacy in classroom management practices, improve their ability in managing students’ behavior 
and develop their skills in establishing systems of classroom management and in using differentiated and 
appropriate instructions that are suitable to every learner. Moreover, the result implies that the participants desire 
to have professional developments in the three indicators for them to provide their learners with learning 
environments that are safe, secure, fair, and supportive in promoting learner responsibility and achievement. 

The results of the study point to the fact that kindergarten teachers need continuing professional 
development in managing learner behavior and classroom structures to promote collaboration, active learning in 
the classroom and to achieve equal learning opportunities for the learners. This assertion supports the statement 
of Possi and Milinga (2017), which stated that teachers should be trained in effective classroom arrangements for 
them to be aware of the practices to respond to learner diversity and to achieve equal learning opportunities for 
the learners. Besides, this assertion conforms to the findings of Jelas (2010), which claimed that it is essential to 
have professional development for teachers for them to be able to deal with the diverse needs of learners and have 
a learning-friendly classroom. Additionally, the finding of the study suggests that it is a requisite to improve the 
ability of kindergarten teachers in managing students’ behavior in a non-violent discipline through continuous 
professional development. This affirmation supports the findings of Sciuchetti and Yssel (2019), who said that 
teachers persistently need additional professional development programs in managing students’ behavior in 
enforcing positive discipline for effective teaching and learning. Moreover, the findings of the study also suggest 
that the participants desire to engage in professional development training to develop their skills in using 
differentiated and appropriate instructions that are suitable for every learner. This impression supports the claim 
of Kwaku, Mensah, and Jonathan (2016), who said that teachers must participate in professional development 
programs to improve teaching and learning by enhancing teachers’ quality and effective teaching by incorporating 
different approaches appropriate to every learner. 

3.7 Professional Development Needs in Curriculum and Planning 

To delineate the extent of the need for professional development in curriculum and planning of 
kindergarten teachers, the means and standard deviations of the three competency indicators were analyzed and 
compared. The results are presented in Table 7. Generally, the extent of professional development needs of 
kindergarten teachers in curriculum and planning is high which signifies that these teachers prioritize professional 
development in this indicator. Further, the results reveal that among the three indicators, selecting, developing, 
organizing, and using appropriate teaching and learning resources, including ICT, in addressing learning goals 
earned a very high response, which suggests that the participants have a high priority for intensive and extensive 
continuing professional development. With a mean difference of 0.06, it is followed by planning, managing, and 
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implementing developmentally sequenced teaching contexts, which also suggests that the participants have a high 
priority for intensive and extensive continuing professional development. However, participating in collegial 
discussions that use teacher and learner feedback in enriching teaching practice garnered the lowest response but 
a high extent, which indicates that it is the participants’ priority for professional development. On the contrary, 
the researcher observed that the answers of kindergarten teachers in this indicator are widely dispersed. This draws 
an implication that the professional development needs of these teachers in this indicator are not similar. Some of 
the participants may still highly prioritize continuing professional development in participating in collegial 
discussions using teacher and learner feedback in enriching teaching practice. 

Moreover, the general result indicates that these teachers seek to advance their knowledge, to plan, and 
design well-structured and organized lessons. As discussed earlier, the participants possessed a moderate level of 
competence in the two indicators, in selecting, developing, organizing, and using appropriate teaching and 
learning resources, including ICT. They have the same extent of professional development needs in addressing 
learning goals, and in planning, managing, and implementing developmentally sequenced teaching and learning 
processes in meeting curriculum requirements and varied teaching contexts, possibly this is the reason why they 
prioritize continuing professional development in these indicators to improve the level of their competence. 


Table 7. Professional Needs of Kindergarten Teachers in Curriculum and Planning 








Indicators Mean SD Qualitative 
Description 
1. Selected, developed, organized, and used appropriate 4.74 0.52 Very High 


teaching and learning resources, including ICT, to address 
learning goals. 





2. Planned, managed, and implemented developmentally 4.68 0.46 Very High 
sequenced teaching contexts. 

3. Participated in collegial discussions that use teacher and 3.79 95 High 
learner feedback to enrich teaching practice. 

Overall 4.40 36 High 





The results of this study are comparable with the notion of the Curriculum Development Council (2017) 
which stated that kindergarten teachers should be given relevant professional development support and resources 
for the planning and implementation of the curriculum to provide appropriate, high quality with enriched learning 
experiences to the learners, as they are the implementers of the curriculum. Likewise, Morrison (2019) states that 
teachers wanted to undergo several pieces of training and continuous professional development to advance their 
understanding and abilities in using curriculum materials to ensure high-quality delivery of instruction. 
Additionally, sharing and working together can contribute to providing quality teaching and learning process as 
teachers may learn from each other’s experiences and knowledge. This impression supports the notion of Ajani, 
Govender, Maluleke, (2018), which states that teachers should be mentored by specialized, experienced, and 
expert teachers and should engage in social interactions, networking, and collaborations to improve classroom 
instructions. Also, the general results of the study point to the fact that the participants wanted to acquire 
professional development programs in curriculum and planning to increase their ability in translating curriculum 
content into learning activities suited to learners, as well as in communicating learning goals to solicit active 
participation of the learner to promote understanding and achievement. This realization conforms to the statement 
of Nghihalwa (2018), which states that teachers should be trained and guided to gear them in implementing 
curriculum to address learning goals. 

3.8 Professional Development Needs in Assessment and Reporting 

Table 8 presents the results that describe the extent of the professional development needs of kindergarten 
teachers. The means and standard deviations of professional development need indicators were analyzed and 
compared to describe the extent of the professional development needs of the participants in assessment and 
reporting. Their overall extent of professional development needs in assessment and reporting is high, which 
suggests that these teachers prioritize professional development. Among the three professional development need 
indicators, designing, selecting, organizing, and using diagnostic, formative, and summative assessment strategies 
consistent with curriculum requirements earned a high response described to a very high extent. It was succeeded 
by monitoring and evaluating learner progress and achievement using learner attainment data, still earned a high 
response delineate to as a very high extent. These mean they have a high priority for intensive and extensive 
continuing professional development in these indicators. Further, the researcher observes that the extent of 
professional development need of the participants in communicating promptly and learners’ needs, progress and 
achievement to key stakeholders, including parents/guardians got the lowest ratings with a low extent which 
indicates that this competency may be included for professional enhancement, but it is not a priority. However, 
their answers in this professional need indicator are widely spread compared to the other two professional need 
indicators. This shows that their professional development needs in this indicator are not similar. The results imply 
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that the participants are knowledgeable and equipped with adequate skills and strategies in communicating 
promptly and learners’ needs, progress, and achievement to key stakeholders and parents/guardians. It is 
supported by the results of Table 6 that shows that the participants possessed most of the competencies of efficient 
teachers in this indicator. But, the frequency of their responses indicates that some participants still in need of 
continuing professional development in this indicator. Possibly those teachers are those new in the service. This 
assertion supports the ideas of Mizell (2010), who said that novice teachers need extra support like professional 
development training, induction programs, and mentoring to learn effective practices for them to apply to the new, 
unfamiliar challenges or issues they may encounter and would become effective educators. Further, the results of 
the study support the findings of Pang and Leung (2011). They stated that early childhood teachers should be 
given numerous professional development programs, as some teachers were incapable of giving quality feedback 
to the parents that could help in improving students’ learning. 


Table 8.Professional Needs of Kindergarten Teachers in Assessment and Reporting 








Indicators Mean SD Qualitative 
Description 
1. Designed, selected, organized, and used diagnostic, 4.44 0.63 Very High 


formative, and summative assessment strategies consistent 
with curriculum requirements. 





2. Monitored and evaluated learner progress and achievement 4.22 0.69 Very High 
using learner attainment data. 

3. Communicated promptly and learners’ needs, progress, 2.94 0.97 Low 

and achievement to key © stakeholders, including 

parents/guardians. 

Overall 3.87 0.44 High 





Further, this study points to the fact that the participants long for several professional development 
training in designing, selecting, organizing, and using assessment strategies consistent with the curriculum 
requirements for them to be able to enhance the teaching and learning process by possessing adequate assessment 
techniques and practices in grading. This assumption is parallel to the notion of the Organization for Economic 
Co-Operation and Development (2009), which states that it is necessary to strengthen teachers’ skills and capacity 
in developing and conducting appropriate assessment tools and techniques through professional development 
programs. Moreover, greater emphasis on involving kindergarten teachers in professional development programs 
is essential to improve their assessment literacy and to meet their needs in improving their competence in 
assessment consistent with the curriculum requirements. This supports the findings of Zamri and Hamzah (2019), 
that stated that teachers’ competency in assessment is very important in the implementation of effective classroom 
assessment coherent to assessment objectives. It also supports the findings of Gonzales and Callueng (2008). They 
found that in-service professional development programs should be designed coherently to their specific needs to 
provide teachers ample knowledge on assessment tools and techniques, as they need to use a variety of assessment 
tools to provide more assessment activities in ensuring objectivity in the determination of the performance of 
students. 

Furthermore, the general result implies that the participants want to improve their knowledge and skills 
in assessment and reporting. Maybe because they wanted to be equipped with the latest trend in assessing their 
learners and what are the best practices in giving feedback to the stakeholders or parents and guardians. This 
assumption supports the findings of Dayal and Lingam (2015), and Al-malki and Weir (2014). They claimed that 
despite having many years of teaching, the majority of the teachers have a narrow understanding of assessment, 
so teachers should prioritize teacher development programs to develop their assessment competencies. 
Additionally, the result of the study backs up the findings of Hailaya (2014), who found that teachers with low 
assessment literacy negatively influenced their teaching practices. To increase teachers’ competence in classroom 
assessment, teachers need to acquire assessment expertise. Teachers should be given more relevant in-service 
training. 


4. CONCLUSION 


Kindergarten teachers are competent and can obtain most of the competencies of efficient teachers in 
four domains. Though they perceived themselves to have acquired most of the competencies of efficient teachers, 
they recognized the importance of continuing and lifelong learning. In particular, they want to acquire more 
information on early childhood teaching, especially on the content knowledge and pedagogy as well as on the 
learning environment and diversity of learners. These areas are their high priority for training and would be the 
prime considerations in the crafting of a professional development plan in the locale. 
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